detail to reduce the discrepancy that may be present for the task (Cervone, Kopp, 1 Schaumann, & Scott, 1994) . If that is the case then it may be the goals set within the task 2 that are more appropriate to examine, rather than global performance. For example, in an 3 examination, a student may have a very negative mood because they perceive task demands 4 outweigh personal resources need to achieve a high grade. As a result, they may use themore detailed understanding to whether similar findings are evident within alternative 1 forms of summative assessment. 2 The aim of the present study is to further the research by Lane et al. (2005) to 3 incorporate alternative forms of academic assessment. The two forms of assessment 4 included a) the traditional written examination, and, b) the contemporary oral (viva-style) 5 examination. For both forms of examination, the purpose was to examine relationships 6 between pre-examination mood states, goals, self-efficacy and actual examination 7
performance. The present study tested the notion that mood states predicted cognitive states 8 (goals and self-efficacy) and that mood states and cognitive states predict performance. The 9 hypothesised model is depicted graphically in Figure 1 . calmness, may also influence performance. With the addition of the two new subscales, the 7 BRUMS-32 is suggested to provide a more balanced assessment of positive mood and 8 negative mood. 9
Each of the eight subscales within the BRUMS-32 has four items. Examples of 10 Anger items include "Annoyed" and "Bitter", Confusion items include "Muddled" and 11 "Confused", Depression items include "Miserable" and "Unhappy", Fatigue items include 12 "Exhausted" and "Sleepy", Tension items include "Nervous" and "Worried", and Vigor 13 items include "Active" and "Lively". Calmness items include "Restful" and "Composed" 14 and Happiness items include "Contended" and "Satisfied". All items within the BRUMS-15 32 are rated on a 5-point scale where a response of 0 equals "not at all" and 4 equals 16 they are setting as a goal for the examination. They were asked to rate the confidence that 20 they have for achievement of the goal. Goal-confidence was rated on a 9-point scale where 21
Examination Performance 23
The two methods for assessing examination performance included traditional 24 written examination performance and a more contemporary oral examination. The writtenexamination ("Introduction to Sport and Exercise Psychology") was 1.5 hours in length and 1 comprised two sections where section one had 45 multiple-choice questions that had to be 2 answered. Section 2 had a total of 5 essay titles where students are required to answer 1. 3
The overall grade for the examination took into account performance in both sections. 4
Following the examination, all students work was marked and a total of 10% of the 5 examination scripts were subjected to blind second marking by a subject specialist. All 6 double marked work will then be stored in a unit file and made available for the Subject 7
External Examiner to comment upon within their reports. 8
The oral assessment ("Introduction to Sports Physiology") was a new form of 9 assessment within the curriculum (see Oakley, 2004 for a full review). The oral 10 examinations lasted for 30 minutes where students were examined in three's by two 11 members of staff. Although there were three students in each oral assessment, only the 12 student to whom the question was directed was able to respond. Each student was required 13 to answer a total of 6 questions, with 2 questions relating to each learning outcome being 14 assessed. To enable variety in the questions posed, the unit coordinator was required to 15 prepare a question-bank of 10-20 questions for each learning outcome. A pro-forma 16 marking sheet was used to grade student responses to each question on a 0-5 scale, using 17 the written marking criteria, which enabled an overall mark to be given. 18
Although two members of staff examined the students in the oral assessment (thus 19 providing double marking), having gained consent from the students, some of the oral 20 assessments were tape recorded to enable commentary from the Subject External Examiner. 21
For both forms of assessment, confirmed student grades were made available following the 22 Examination Board. The marking system employed ranges from 0-100% where marks of 23 70%+ equated to a 1 st class pass, marks between 60-69% equated to an upper second classpass, marks between 50-59% equated to a lower second class pass, marks between 40-49% 1 equated to a third class pass, and, marks of 39% or below equated to a fail. 2
Experimental Procedures 3
Prior to the study commencing, participants completed written informed consent 4 forms having been provided with detailed participant information sheets outlining the 5 nature and methodology of the study. Having ensured confidentiality, participants 6 completed a BRUMS-32 approximately 30 minutes prior to their written and oral 7 examinations. The study had ethical approval from the institution of the first author. 8
Data analysis 9
A repeated measures Multivariate Analysis of Variance (MANOVA) was employed 10 to examine the differences in pre-examination mood, the performance goal set pre-11 examination, the confidence to achieve the performance goal, and, the actual examination 12 performance before the written examination and oral examination. 13
Structural equation modelling (SEM) techniques were used to assess the moderating 14 influence of examination type on the strength and direction of performance relationships. 15
The structural model specified that relationships would be equal for both examinations. 16 Therefore, poor fit of the model to the data would be interpreted as support for the 17 suggestion that hypothesised relationships varied according to the type of examination. indicates mood, self-efficacy and self-set goals predicted 20% of performance variation for 3 the oral examination and 7% of the variance in written examination. Predictive paths for the 4 oral examination involved setting a difficult goal, self-efficacy, low confusion, depression 5 and tension and vigor. A difficult goal for the oral examination was associated with feeling 6 calm and happy and low tension and fatigue. Self-efficacy for the oral examination was 7 associated with feeling calm and happiness coupled with low depression, tension and 8 fatigue. For written performance, results indicated confusion and tension significantly 9 hampered performance. A difficult goal was associated with tension and vigor. Self-10 efficacy was associated with low confusion, calmness, depression and tension. 11
Results indicated strong support for the multisample analysis (CFA = .98). Withpredictive values of mood states on cognitive states, and cognitive states on performance 1 were similar. In short, the findings generally supported the hypothesized model depicted in 2 Figure 1 where higher positive moods (e.g., happiness) and lower negative moods (e.g., 3 tension) are suggested to be associated with higher self-efficacy and goal difficulty, which 4 in turn were associated with higher performance levels. This is of particular interest given 5 that positive moods are often associated with a positive perception of the situation (Clore et 6 al., 2001) and that self-efficacy is continually reported to be a major predictor of 7 performance in a variety of settings (Bandura, 1990; Wise & Trunnell, 2001 ). Also, given 8 that positive moods often suggest the individual to have the appropriate personal resources 9 to cope with the task in hand, it is important to report that in the main they were associated 10 with setting a higher goal, thus supporting the notion that the individuals perceived 11 themselves to have the requisite resources to achieve in situations where the outcome is 12 rather than causative links. Secondly, the two studies employed cross-sectional research 10 designs, which reduce the applied impact of the findings due to a lack of intra-individual 11 examination of the mood, cognitive state and performance relationships. As a consequence, 12
we suggest that future research should follow a more applied research design and examine 13 mood states associated with functional cognitive states and successful performance levels 14 via idiographic methods. This notion has been reinforced further by Hanin (2000) who 15 suggested emotion-performance relationships to be highly individualised and as a result, 16 worthy of intra-individual study. On this point, the present study did not seek to intervene 17 among participants reporting negative mood states and low levels of self-efficacy and 18 dysfunctional goals prior to examinations. Instead, it sought to test mood-performance 19 relationships in the two examinations rather than seeking to conduct an intervention to 20 alleviate symptoms of inappropriate moods and other unpleasant cognitive states. 21
Therefore, future research should seek to identify individual mood-profiles associated with 22 high levels of self-efficacy, functional goals and examination success across different types 23 of examinations, and develop interventions that can be used to bring about modifications inmood states so that participants are in their ideal cognitive state and performance states 1 before examinations. .21
